In the context of the desegregation of Atlanta Public Schools (APS), we sought to explore issues of race and the social studies curriculum during the 1970s and 1980s in Atlanta, GA.
The MACOS curriculum included the study of different cultures and helped students broadly understand the human condition. Bruner (1996) believed that "learning and thinking are always situated in a cultural setting and always dependent upon the utilization of cultural resources." 8 MACOS afforded students the opportunity to experience a more culturally relevant social studies curriculum. MACOS did not have a Eurocentric emphasis but purposely examined non-Western cultures. MACOS encouraged students to ask questions, discuss alternatives, and reach conclusions based upon evidence and argument. One of the units of study, for example, focused on the practices of the Netsilik Eskimos, whose cultural practices were markedly different from most Western cultures.
Yet many local educators viewed MACOS materials as inherently controversial. 9 The curriculum fostered the questioning of life and morality that many conservatives found unacceptable. Historically, Georgia has had a considerably large conservative, Baptist population, as one in five Georgians were Southern Baptists in 1970. 10 Thus, most Georgia conservatives ardently opposed the MACOS curriculum. Although the MACOS curriculum gained negative attention in the local newspapers, it also enjoyed some limited support from the Atlanta community. 11 Ultimately, the conservative local opposition, however, squelched the possibility of adopting MACOS. MACOS represented an opportunity to implement an innovative curriculum that promoted a broad examination of culture, and which may have been more relevant for Atlanta's African American students. Instead, as one Northside High School graduate from the mid-seventies noted, most of her social studies classes comprised the traditional narrative of dead, White men. 12 By the early 1970s, "new social studies" projects had grown in popularity, but many critics arose, as well. For example, Edwin Fenton authored a textbook series that also promoted an inquiry approach in social studies education. 13 Fenton, a respected academic from Carnegie
Institute of Technology, nonetheless, became a target of criticism. The Georgia State Board of Education banned Fenton's 1972 textbook on American history. 14 Clearly, the new social studies movement had many opponents in Georgia. Thus, prevailing resistance to innovative curriculum, such as MACOS, with its broad examinations of culture that may have been more relevant to APS's African American students, prevented significant changes in social studies education in Atlanta.
Georgia History Teacher Guides
In addition to the controversy over MACOS and other new social studies curricula in 1975, eighth grade Georgia History was an important concern in the APS social studies curriculum. Here again, evidence demonstrates that resistance existed to employing critical pedagogies and to expanding the curriculum beyond the traditional American historical narrative.
In 1983, the eighth grade social studies curriculum included two main areas: geography and cultural history. A common teacher's guide was given to all eighth grade Georgia History teachers in 1983 to "bring about a degree of standardization in the teaching of Georgia History in the Atlanta Public Schools and to assist in creating a learning experience that is meaningful, exciting, and rewarding." 15 Interestingly, the guide used words like "meaningful, exciting, and rewarding" and suggested that if teachers follow the guide their "creativity will be stimulated"
and "they will motivate students to master the study of Georgia History." 16 Although, the 1983
Georgia History Teacher's Guide was intended to create a "rewarding learning experience," the objectives set forth typically fostered lower-order thinking skills. The teacher's guide suggested that students would be able to identify, recognize, or know as part, or all, of the objectives. Yet, the "Suggested Evaluation Procedures" 17 also asked low-level questions and even suggested certain evaluations for better students compared to weaker students.
Many of the "suggested evaluation procedures" aimed at lower order thinking skills and not critical thinking. Jonathan Kozol was one of the first prominent education critics to observe and describe the prevalence of rote memorization, mindless drills, and scripted curricula in urban classrooms. 18 He pointed out that a disproportionate number of minority students filled special education classrooms. Many Georgia classrooms were no different from the educational practices Kozol observed nationwide. In fact, the NAACP filed suit in 1984 against thirteen Georgia school districts for discrimination against Blacks by assigning them to special education classes before testing and evaluating the students. 19 True-false questions and map tests, as suggested in the APS guide, often require simple recall, rather than complex analysis. The
Georgia History guide, like many social studies curricula, emphasized factual content over higher level thinking processes.
Importantly, culture and diversity were emphasized as major areas of concentration in the eighth grade Georgia History curriculum. In the 116 pages of instructional topics, approximately twenty-five pages (22 percent) specifically addressed culture and diversity. 20 Out of seven units and thirty chapters, only about six chapters (20 percent) emphasized the African American impact on the history of Georgia with the focus largely on slavery. Four chapters touched on the Native American (Indian) impact on the history of Georgia. 21 No evidence in the teacher's guide, however, indicated that culture and diversity were taught beyond the basics of American Indian introductions and the early impact of slavery on the state of Georgia. The recollections of several APS students suggest that many social studies teachers did not address culture and diversity in their social studies classes. 22 When Norman Thomas, an African American social studies teacher and the Georgia Parent Teacher Association's first Black President (1985) , was moved to teach in a newly integrated APS school in 1970 and began to teach a unit on Black history, he recalled that the White students were permitted to stay home. 23 He was grateful that he did not lose his teaching job, but he remained steadfast in his commitment to teach African American culture and history. Clearly, it took many years before the APS social studies curriculum reflected the culture and history of its student population.
Given the predominately African American student population of APS by the early 1970s, substantial significance to the contributions of African Americans, and other ethnicities, should have been more obvious. However, most of the content in the social studies Teacher's
Guide placed a distinct emphasis on the European impact on the history of Georgia. Much of the social studies curriculum in the APS teacher's guides was not culturally relevant. Culturally relevant pedagogy, according to Ladson-Billings, empowers students intellectually, socially, and emotionally, by using cultural referents to impart knowledge, skills, and attitudes. 24 Geneva Gay notes that using cultural knowledge, prior experiences, and frames of reference for ethnically diverse students makes learning more relevant and effective for students. 25 Many APS students could not relate to the experiences of the past, because they could not see themselves in the past or as positive contributors to history. Grant states that many Black students in Georgia "believed school administrators and teachers held high-handed disregard for their beliefs and traditions." 26 Given the desegregation battle in APS and the prolonged local struggle for educational equality African American parents and students fought for, the curriculum guide's lack of emphasis on critical thinking skills and on diverse ethnic groups is salient to the study of the desegregation era social studies curriculum.
Growth of the Standards Movement in the Early 1980s
National Chicago, and about 9 percent couldn't even locate Mexico." 27 The article stressed the deficiencies of U.S. students compared to students in other countries, and reiterated the need for more geography courses at the pre-college level and more testing. The tradition of questioning and inquiry promoted by MACOS in the 1970s, had lost stature, in favor of standards and testing, even in the local social studies curriculum.
In fact, by the 1980s, APS began to develop some in-depth social studies co-curricular programs to provide students with a variety of real world learning opportunities outside of the classroom. These curricular shifts reflected a stronger emphasis on providing learning opportunities in social studies that had more cultural relevance for the APS student body.
Nonetheless, the textbooks remained a dominant aspect of teaching and learning social studies in many classrooms instead of opportunities offered by the co-curriculum.
Atlanta Public School's Eighth Grade Social Studies Textbooks
"Merely acknowledging a problem does not remove it. And guidelines without timetables and procedures for enforcement and monitoring will not remove bias from textbooks." 28 In order to extend our investigation of race and the social studies curriculum, and to see Finally, a fourth textbook by DeVorsey, Rice, Williams, and London, Georgia: In American Society, supports the evidence that demonstrates the lack of Native American representation in Georgia history books. Once the geography of Georgia is established, and the reader understands why people would want to settle in the Georgia area, the authors discuss the people who first inhabited Georgia. In "The Indians Came First," the title of chapter two, Native American contributions to Georgia history are described. 41 Remarkably, a picture of a current day "young Indian" is displayed with her face barely visible as she looks down to make an arrowhead. 42 revealed that the textbook, a principal teaching source, appears to have a major role in projecting images of minority groups..., however, adult
Negroes in textbooks are slighted in the respect that they are most often pictured in occupational uniform, they are not named and and they are not given speaking roles. Spanish-Americans, Orientals, European immigrants, and Indians are not treated as extensively as Negroes, and when they are considered, they appear to be cast in stereotype occupations and living quarters. 49 The Georgia: History and Government textbook by Albert Saye has very limited images of Black people or other diverse racial and ethnic groups. Thus, "The Old South" unit begins on page 94, as does the depiction of Blacks as physical laborers. For example, the reader is able to view a picture labeled, "Slaves at Work." This picture shows Blacks picking cotton in a large field as they are being watched by an overseer on a horse. 50 Saye notes, the "Indians were all gone," and "99.9 percent of Blacks in Georgia were slaves." 51 The text emphasizes the physical labor of Blacks and justifies the visual representations via statistics.
Not until much later in the textbook (unit ten) does the reader first encounter African representatives of the Cherokee Nation of Indians, and US President Andrew Jackson's reply. 55 Unit two begins with the dominant presence of the Europeans in Georgia, and half-way through the unit the author introduces the "Black People in Georgia." 56 Interestingly, Hepburn describes all encounters separately, and provides firsthand accounts of these encounters through artifacts and oral histories. The natives occupied "Georgia" lands when the Europeans arrived, and "Blacks did not come by choice…They were brought as slaves to work for White settlers. The literature provided paints these modern day settlers in a subordinate position to White people. A "hero like" status is attributed to these immigrants in the section, "A Chance for a
Better Life" as they settle in Georgia "on charity", and "learn English while older family members find jobs." suggests that it is a result of the dedication and hard work of White men. The textbook shows in its final pages how the White man's contributions and implementations of government, economy, and politics have made Georgia a "desirable" place for living, working, and business.
"It is easy to see why Georgia is seen as a desirable location for new business." 83 With little interest in what other ethnic groups offer to the history of Georgia, the reader is left with questions about why the White history of Georgia is the most recognized and personalized.
Conclusion
The four eighth grade Georgia history textbooks reviewed in this chapter are just a snapshot of how race was portrayed in social studies education during the desegregation era. studies curricula. In order to keep the White culture in power, however, the White narrative must be prominent in the history taught in public schools; it must be common across boundaries, and it must have common themes across centuries and history.
Nothing handed down from the past could keep race alive if we did not constantly reinvent and re-ritualize it to fit our own terrain. If race lives on today, it can do so only because we continue to create and recreate it in our social life, continue to verify it, and thus continue to need a social vocabulary that will allow us to make sense, not of what our ancestors did
then, but what we choose to do now. 84 The question of how race featured in the eighth grade Georgia History curriculum cannot be simply or singularly answered. Context, teacher, student, and textbook all mattered and impacted the kinds of learning that occurred in the classrooms. Nonetheless, the glimpse that is offered from the archival materials, the interviews with students and teachers, and the four textbooks, reveals missed opportunities for inquiry-based curricula in favor of a traditional, familiar narratives of European progress and success.
